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Rationale.--Throughout the history of man's interest 
in the cause of his conduct, and especially since psychology 
officially became a science in the nineteenth century, the 
question of a psychic agent which regulates, guides, and 
controls man's behavior has been repeatedly raised and dis¬ 
cussed. Prior to the rise of scientific psychology, perhaps 
the most popular concept of an inner entity which shapes 
man's destiny was that of the soul. The soul theory holds 
that mental phenomena are manifestations of a specific sub¬ 
stance which is entirely different from material substance. 
In the context of religious thought, the soul is considered 
to be immortal, free, and of divine origin. The idea of a 
soul or some other psychic agent such as a mind or an ego or 
a will or a self has tended to be rejected since the rise of 
scientific psychology. 
Recently, however, psychologists have shown renewed 
interest in the concept of the self. Much of what is written 
about the self and the ego derives directly or indirectly 
from William James. In 1890, James set the stage for 
1 
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contemporary self theory. He defined the self or the Empi¬ 
rical Me in its most general sense as the sum total of all 
that a man calls his--his body, traits, and abilities; his 
material possessions; his family, friends, and enemies; his 
vocations and avocations; and much more. He discusses the 
self from three points of view: (1) its constituents, (2) 
self-feelings, and (3) the actions of self-seeking and self 
preservation. The constituents of the self are the material 
self, the social self, the spiritual self, and pure ego. 
The material self consists of his material possessions, the 
social self of how he is regarded by his fellows, and the 
spiritual self of his psychological faculties and disposi¬ 
tions. After much deliberation on the concept of pure ego, 
James concluded that the ego can be defined as the stream 
of thought which constitutes one's sense of personal iden¬ 
tity.^ 
The term self as used in modern psychology has come 
to have two distinct meanings: (1) a construct which de¬ 
fines a person's attitudes, thoughts, feelings, evaluations, 
and perceptions which he has about himself, and (2) a group 
of psychological processes which govern behavior and 
^William James, Principles of Psychology (New York: 
Henry Holt and Co., 1890), pp. 25-28. 
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adjustment. The first meaning may be called the self-as- 
object definition since it denotes what a person thinks of 
himself. The second meaning may be called the self-as- 
process definition because it connotes an active group of 
processes such as thinking, remembering and perceiving. 
The two conceptions of the self are so distinctly 
different that some writers have adopted the habit of using 
the term ego to refer to the group of psychological pro¬ 
cesses, and the term self to indicate the person's system 
of conceptions of himself. This practice is not widespread, 
however; and sometimes the terms are employed in the opposite 
sense, or interchangeably. 
The writer conceives of the self as referring to the 
object of psychological processes, and the processes are as¬ 
sumed to be governed by the principle of causality. The 
self is not a metaphysical or religious concept but a con¬ 
cept that falls within the confines of a scientific psychol¬ 
ogy that seeks to account for certain phenomena and to in¬ 
terpret one's observation of certain aspects of behavior. 
Contrary to the notion advanced by Symonds that a 
^Calvin S. Hall and Gardner Lindsey, Theories of 
Personality (New York: John Wiley and Sons, Inc., 1957), 
pp. 467-468. 
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person may not be aware of his perceptions, conceptions, 
and evaluations and therefore what he says about himself is 
not an accurate representation of his real feelings,^ the 
writer holds that, in the absence of psychologically threat¬ 
ening factors, a person's responses are adequate indications 
of his self concept. The writer adheres to the notion that 
the self concept consists of an organized conceptual pattern 
of many single self perceptions that exist for the indivi¬ 
dual. Along similar lines, Rogers holds that: 
It is quite possible for the individual to order 
these self-percepts along a subjective or psychophysical 
continuum from 'unlike me' to 'like me.' Thus, if a 
given characteristic such as 'intelligence' is held by 
the individual to apply to himself, this characteristic 
may be perceived by the individual to be more or less 
like himself than another characteristic.... Thus, if 
asked, the individual may say, 'It is more characteris¬ 
tic of me that I am intelligent than it is that I am 
introverted. 
Thus, one of the writer's major assumptions is that 
the individual is able to make an adequate and accurate de¬ 
scription of his self-perceptions and to order them along a 
continuum. 
^P. M. Symonds, The Ego and The Self (New York: 
Appleton-Century-Crofts, 1951), p. 4. 
O 
Carl Rogers, (ed.) Psychotherapy and Personality 
Change (Chicago: University of Chicago Press, 1954), pp. 55- 
56. 
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The writer further believes that the goal of all be¬ 
havior is the achievement of personal adequacy. Adequate 
personalities have achieved a considerable degree of need 
satisfaction. They see themselves as liked, wanted, accept¬ 
able, able, and worthy; as persons of dignity and integrity 
who belong and contribute to the world in which they oper¬ 
ate. Their phenomenal selves are defined in positive ways 
as adequate to deal with those aspects of life important to 
the achievement of need satisfaction. Adequate personal¬ 
ities are not incapable of negative perceptions. Negative 
concepts of self are present in proper perspective as part 
of the self concept but do not overbalance, color, or dis¬ 
tort the entire organization. According to Snygg and Combs, 
adequate personalities have essentially positive concepts 
of self.1 
Evolution of the problem.--The writer's interest in 
the problem was stimulated by his experiences with the 
Atlanta American Friends Service Committee's Student Motiva¬ 
tion and Incentive Project. Among other things, the Project 
was based on the premise that a student's level of aspiration 
1Donald Snygg and Arthur ¥. Combs, Individual Be¬ 
havior: A Perceptual Approach to Behavior (New York: Harper 
and Bros., 1950), pp. 238-241. 
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and achievement incentive can be substantially raised 
through experiences designed to assist him in developing a 
more positive self-image and to update his concept of real¬ 
ity in the world of work. In order to assess the status of 
the student participants, a number of psychological instru¬ 
ments were required. One of the instruments that were 
sought was a self concept inventory. Efforts to locate and 
secure a standardized, valid instrument failed. The need 
for such an instrument prompted the writer to undertake the 
task of constructing one. 
Statement of the problem.--The study involved the 
construction, validation, and standardization of a self con¬ 
cept scale that can be used with students in grades nine 
through twelve of public high schools. 
Purposes of the study.--The general purpose of the 
study was to construct, validate, and standardize a self 
concept scale that can be used with students in grades nine 
through twelve of public high schools. 
The more specific objectives of the study were: 
1. To construct an instrument that will be useful 
in the evaluation and classification of high 
school students' attitudes, opinions, and per¬ 
ceptions of themselves. 
2. To develop an instrument that will yield valid 
information about student self-perceptions that 
is useful in the assessment of personality. 
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3. To devise an instrument that can be used by 
guidance personnel to help students learn more 
about their personality structure. 
4. To enable the writer to gain a more detailed 
knowledge of and an appreciation for the proce¬ 
dures, methods, and techniques involved in the 
production of psychological tests. 
Contribution to educational knowledgeThe writer 
hopes that the conclusions and inferences which he made as 
a result of the knowledge and insight gained from the study 
will prove helpful to further study by other researchers. 
It is also hoped that this study will stimulate efforts 
that will lead to the development of a standardized self 
concept scale that will eventually be published. 
Limitations of the study.--The significant limita¬ 
tions of the study were: 
1. The students who comprised the samples involved 
in the study were drawn from Mississippi public 
high schools with predominantly Negro enroll¬ 
ments. Though the decisions and conclusions 
that derived from the study were particularly 
applicable to Mississippi Negro high school stu¬ 
dents, they were considered to have implications 
for high school students in general. 
2. The sample on which the preliminary form of the 
scale was tested was composed of 150 students 
from three Mississippi high schools. The size 
and source of the sample were considered a sig¬ 
nificant limitation only to the extent to which 
generalizations based solely on them can be at¬ 
tributed to the high school student population 
as a whole. 
3. The content validity of the scale was determined 
8 
by a panel of psychologists, counselor educators, 
counselors, and other guidance personnel chosen 
from the Atlanta metropolitan area. The scope 
and magnitude of the study and other considera¬ 
tions indicated content validity as the type of 
validity most pertinent to the attainment of the 
desired goals. The qualification and experience 
of the members of the panel were considered as 
unique to the area and adequate to judge the 
scale. 
4. The explicitness of the directions to the panel 
in regard to its role in the validation phase of 
the study was considered a possible limitation. 
The directions included an invitation of sug¬ 
gestions and comments on ways and means of im¬ 
proving the overall quality and effectiveness of 
the scale. 
5. The sample to which the scale was administered in 
the norming process consisted of 469 students 
from selected schools in central Mississippi. 
Though they were drawn from one general area, the 
constituents of the sample were considered suf¬ 
ficiently typical to represent the first segment 
of the high school student population. 
6. The soundness of the assumptions, interpretations, 
and conclusions which the writer utilized as a 
foundation for the study was considered a pos¬ 
sible limitation. 
Procedural steps.--The procedural steps that were 
used in the study are as follows: 
1. Permission to carry out the study was secured 
from the proper school and university officials. 
2. Literature pertinent to the study was reviewed 
and summarized. 
3. A seventy-four item preliminary scale was con¬ 
structed and administered to 150 students in 
grades nine through twelve in selected Mississippi 
public high schools. Specifically, the scale was 
9 
administered to fifty students in each of the 
following schools: Sumner Hill High School 
(Clinton), Montgomery High School (Louise), and 
Rosa Temple High School (Vicksburg). 
4. Following the administration of the preliminary 
scale, an item analysis was performed and the 
necessary revision, deletions, and structural 
changes were made. 
5. A panel of psychologists, counselor educators, 
counselors, and other guidance personnel was 
selected and employed to judge the content val¬ 
idity of the scale. 
6. As the initial step in the establishment of 
norms, the revised scale was administered to 469 
students in selected Mississippi public schools. 
Specifically, the scale was administered to 146 
students at Eva Harris High School (Brookhaven) 
and 323 students at Carter High School (Brandon). 
Norms by sex and grade were established. 
7. The findings as embodied in the scale were uti¬ 
lized in formulating conclusions, implications, 
and recommendations. 
Subjects.--The subjects used in the study consisted 
of two groups: (1) 150 students from three Mississippi high 
schools, and (2) 469 students from two other Mississippi 
high schools. The first group included thirty-four ninth 
grade, forty-seven tenth grade, twenty-four eleventh grade, 
and forty-five twelfth grade students. The 469 student 
group included 112 ninth, 116 tenth, 129 eleventh, and 112 
twelfth grade students. 
Locale of the study.--The study was conducted in se¬ 
lected Mississippi public high schools in the central section 
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of the state. Specifically, the schools included Sumner 
Hill High School of Clinton; Montgomery High School of 
Louise; Rosa Temple High School of Vicksburg; Carter High 
School of Brandon; and Eva Harris High School of Brookhaven. 
Method of research.--The descriptive survey method 
of research was used in conducting the study. 
Operational definition of terms.--The terms as used 
in this study are defined as follows: 
"Self concept" - refers to the view that an indivi¬ 
dual has of himself as revealed through his re¬ 
sponses to the scale involved in the study. 
"Self-rating scale" - denotes a form, on which an 
individual indicates his judgment about the quality 
of some trait by which he is characterized. The 
form can also be used by one individual to rate 
another individual. These features are attributable 
to the instrument involved in the study. 
"Standardization" - refers to the process of estab¬ 
lishing specific and uniform procedures for admin¬ 
istering and scoring the instrument involved in the 
study. 
"Validation" - refers to the process of determining 
the extent to which the items in the scale sample 
the behavior that the scale was designed to measure. 
Survey of related literature.--The writer chose to 
survey the literature related to the study under three head¬ 
ings: (1) self theories, (2) theories underlying the con¬ 
struction and use of self-report instruments, and (3) ef¬ 
forts to measure or estimate the self concept with self-report 
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instruments. 
Self theories - Symonds defines the ego as a group 
of processes; namely, perceiving, thinking, and remembering, 
which are responsible for developing and executing a plan 
of action for attaining satisfaction in response to inner 
drives, and the self as the ways in which the individual 
reacts to himself. The self consists of four aspects: (1) 
how a person perceives himself, (2) what he thinks of him¬ 
self, (3) how he values himself, and (4) how he attempts 
through various actions to enhance or defend himself. He 
also points out that the person may not be aware of these 
perceptions, conceptions, evaluations, and defending or en¬ 
hancing reactions. Consciously a person may have one con¬ 
ception of himself and unconsciously he may have a contrary 
opinion. He may not be aware of the fact that he is being 
defensive when he perceives himself in a certain fashion. 
Symonds warns against adopting the position that what a per¬ 
son says about himself is an accurate representation of his 
real feelings, and cites experiments which show that con¬ 
scious evaluations of the self do not necessarily agree with 
self-evaluations.^ 
1, 
Symonds, loc« cit., p. 4, 
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Symonds believes that there is considerable inter¬ 
action between the self and the ego. If the ego processes 
are effective in coping with both inner demands and outer 
reality, then the person tends to think well of himself. 
Also, if the person has a high opinion of himself, his ego 
processes are more likely to function effectively. However, 
the effectiveness of the ego must first be demonstrated be¬ 
fore the person can feel self-esteem and self-confidence. 
Snygg and Combs consider themselves to be phenome- 
nologists. They believe that all behavior, without excep¬ 
tion, is completely determined by and pertinent to the phe¬ 
nomenal field of the behaving organism. They contend that: 
The most important complex of differentiation in the in¬ 
dividual's perceptual field is his phenomenal self. What 
a person thinks and how he behaves are largely deter¬ 
mined by the concepts he holds about himself and his 
abilities... How we act in any given situation will be 
dependent upon (1) how we perceive ourselves, (2) how 
we perceive the situation in which we are involved. The 
self is the most stable portion of the individual's phe¬ 
nomenal field and is the point of reference for every¬ 
thing he does.^ 
The phenomenal field consists of the total of experiences 
of which the person is aware at the instant of action. 
Awareness may vary between a low level and a high level, 
•l"Ibid., pp. 4- 5 . 
2 
Snygg and Combs, loc. cit., p. 122. 
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although, presumably it never becomes completely unconscious. 
Snygg and Combs believe that psychology must accept the com¬ 
mon-sense idea that awareness is a cause of behavior, that 
what a person thinks and feels determines what he will do. 
A phenomenal self is differentiated out of the phe¬ 
nomenal field. This phenomenal self includes all those 
parts of the phenomenal field which the individual experi¬ 
ences as part or characteristic of himself. Snygg and Combs 
say that: 
By phenomenal self is meant the individual's own unique 
organization of ways of regarding self; it is the 
Gestalt of his concepts of self. ...The phenomenal self 
is the organization or pattern of all those concepts of 
self which the individual refers to as 'I' or 'me.' It 
is himself from his own point of view. The phenomenal 
self is not a mere conglomeration or addition of iso¬ 
lated concepts of self, but a patterned interrelation¬ 
ship or Gestalt of all these. It is the individual as 
he seems from his own vantage point.^ 
Superficially it appears that Snygg and Combs' phenomenal 
self is a variety of the self-as-object concept, but close 
scrutiny reveals that their phenomenal self is both an ob¬ 
ject and a doer. It is a doer because it is an aspect of 
the phenomenal field which determines behavior. Yet, it is 
also an object because it consists of self-experiences. 
Apparently, then, Snygg and Combs' self is both object and 
■'"Ibid., p. 26. 
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process at the same time. 
Sherif and Cantril define the ego as a constella¬ 
tion of attitudes of the type "What I think of myself, what 
I value, what is mine and what I identify with." Thus de¬ 
fined, their ego is the self-as-object and not the working 
ego of psycho-analytic theory. They assert that apart from 
the constellation of these ego-attitudes there is no such 
entity as the ego. Yet, by implication their ego is some¬ 
thing more than a self-as-object, for if the ego becomes in¬ 
volved it motivates behavior. When the ego-attitudes are 
activated they energize, direct, and control the person's 
behavior. Admittedly other non-ego motives do the same 
thing, but their main thesis is that the ego-attitudes are 
more effective motivators of behavior than are the non-ego 
motives. Thus, when a person is given a task to perform 
he will do it in a more or less perfunctory manner unless 
his ego-attitudes are aroused.^ 
Sarbin looks upon the self as a cognitive structure 
which consists of one's ideas about various aspects of his 
being. One may have conceptions of his body (the somatic 
■^M. Sherif and H. Cantril, The Psychology of Ego- 
Involvements (New York: John Wiley and Sons, 1947), cited by 
Calvin S. Hall and Gardner Lindsey, Theories of Personality 
(New York: John Wiley and Sons, Inc., 1957), p. 471. 
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self), of his sense organs and musculature (the receptor- 
effector self), and of his social behavior (the social self). 
These selves, which are substructures of the total cogni¬ 
tive structure, are acquired through experience. Conse¬ 
quently, Sarbin speaks of them as empirical selves. He be¬ 
lieves that the various selves emerge in a regular develop¬ 
mental sequence, the body self first and much later the 
social self. Sarbin uses the terms ego and self inter¬ 
changeably and does not concern himself with developing a 
theory of the ego-as-process 
Stephenson introduces a new methodology for study¬ 
ing a person's notions about himself. Stephenson is leery 
of any concept which suggests that there is a psychic agent 
that determines behavior. He believes that a person can 
think and talk about himself just as he thinks and talks 
about other things, and that these self-reflections are as 
much a part of his behavior as anything else the individual 
does. As a basis for his Q-methodology, which he developed 
for studying quantitatively a person's self reflections, he 
says : 
"'‘Theodore Sarbin and B. G. Rosenburg, "Contribu¬ 
tions to Role Taking Theory: IV, A Method for Obtaining a 
Quantitative Estimate of Self," Journal of Social Psychology, 
XLII (1955), 71-81. 
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With respect to psychology as such...we are to be 
somewhat wayward. No prior place of importance is to 
be given...to the physiological or physical correlates 
of behavior. There is to be no concern with the brain, 
conditioning, the nervous system, or with cybernetic 
models of these physiological matters. Instead, we are 
to deal with concrete behavior as such, of the kind 
described by humanists, historians, playwrights, and 
novelists in a naturalistic manner and by some modern 
clinical, social, and industrial psychologists in a 
comparable, but scientific, fashion. The total person- 
in-action is our concern. One of our psychological 
principles is that what is subjective...and what is ob¬ 
servable to others...are in no way distinguishable for 
scientific purposes.... Inner experience and behavior 
are thus alike. Both are matters for objective, opera¬ 
tional, definition and study.-*- 
One of the most influential social philosophers of 
this century, George Herbert Mead, set forth a conception 
of the self that has had a strong impact upon psychological 
thinking. Mead's self is an object of awareness rather than 
a system of processes. It is developed in the following 
manner. At first, there is no self because a person cannot 
enter his own experience directly. That is, he is not in¬ 
nately self-conscious. He can and does experience other 
people as objects but he does not initially regard himself 
as an object. However, other people react to him as an ob¬ 
ject, and these reactions are experienced by the person 
against whom they are directed. As a consequence of these 
"''William Stephenson, The Study of Behavior (Chicago: 
University of Chicago Press, 1953), p. 4. 
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experiences, he learns to think of himself as an object and 
to have attitudes and feelings about himself. One responds 
to himself as others respond to him. Mead's self is a 
socially formed self. It arises only in a social setting 
where there is social communication. "He becomes a self in 
so far as he can take the attitude of another and act to¬ 
ward himself as others act."^ 
Mead suggests that many selves may develop, each of 
which represents a more or less separate set of responses 
acquired from different social groups. For instance, the 
person may develop a family self, which represents a struc¬ 
ture of attitudes expressed by his family; a school self, 
which represents attitudes expressed by his teachers and 
fellow pupils, and many other selves. 
Rogers' theory of personality represents a synthesis 
of phenomenology, holistic and organismic theory, interper¬ 
sonal theory, and self theory. The principal conceptual in¬ 
gredients of Rogers' theory are: (1) the organism, which is 
the total individual; (2) the phenomenal field, which is the 
totality of experience; and (3) the self, which is a differ¬ 
entiated portion of the phenomenal field and consists of a 
^Hall and Lindsey, loc. cit., p. 474. 
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pattern of conscious perceptions and values of the "I" or 
"me." The organism (1) reacts as an organized whole to the 
phenomenal field in order to satisfy its needs, (2) has one 
basic motive; namely, to actualize, maintain, and enhance 
itself, and (3) may symbolize its experiences so that they 
remain unconscious, or it may ignore its experiences. The 
phenomenal field has the property of being conscious or un¬ 
conscious, depending upon whether the experiences that con¬ 
stitute the field are symbolized or not.''" 
The self has numerous properties; some of which are: 
(1) it develops out of the organism's interaction with the 
environment, (2) it may introject the values of other people 
and perceive them in a distorted fashion, (3) the self 
strives for consistency, (4) the organism behaves in ways 
that are consistent with the self, (5) experiences that are 
not consistent with the self-structure are perceived as 
threats, and (6) the self may change as a result of matura- 
2 
tion and learning. 
Rogers considers the self concept as an organized 
configuration of perceptions of the self which are admissable 
"*'Carl Rogers, Client-Centered Therapy (Boston: 
Houghton-Mifflin Company, 1951), pp. 498-501. 
2Ibid. 
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to awareness. It is composed of such elements as the per¬ 
ceptions of one's characteristics and abilities; the per¬ 
cepts and concepts of the self in relation to others and to 
the environment; the value of qualities which are perceived 
as associated with experiences and objects; and the goals 
and ideals which are perceived as having positive or nega¬ 
tive valence. It is the organized picture of the self and 
the self-in-relationship, together with the positive or 
negative values which are associated with those qualities 
and relationships, as they are perceived as existing in the 
past, present, or future.^ 
Theories underlying the use of self-report instru¬ 
ments - Combs says that self-report is a description of 
self reported to an outsider. It represents what the in¬ 
dividual says he is. What an individual says of himself 
will be affected by his self concept. This relationship, 
however, is not a one-to-one relationship. The self-report 
will rarely be identical with the self concept. The self- 
report is essentially an introspection and is no more phe¬ 
nomenological psychology than in earlier, more traditional 
1Ibid. 
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schools of thought.1 
How closely the self-report approximates the sub¬ 
ject's "real" self concept will depend upon at least the 
following factors: 
1. The clarity of the individual's awareness 
2. The availability of adequate symbols for ex¬ 
pression 
3. The willingness of the individual to cooperate 
4. The social expectancy 
5. The individual's feeling of personal adequacy 
6. His feeling of freedom from threat.2 
Madden states that the semantic differential has 
been used as a measure of similarity of affective reactions 
to various concepts. When two or more concepts are rated 
similarly, the fact can be interpreted in clinical psycho¬ 
logical terms. For example, equating the self concept and 
descriptive concepts suggests that the descriptive concepts 
are important aspects of the individual's sense of self. 
His study reveals the extent to which this exampled inter¬ 
pretation may be justifiable. The semantic differential 
profiles of "I, myself" and independently indicated aspects 
of self (self-reported personal characteristics) are compared 
Arthur W. Combs, Daniel W. Soper, and Clifford 
Courson, "The Measurement of Self Concept and Self-Report," 




to see if self and aspects are rated similarly. Madden 
used this procedure as a means of testing his hypothesis 
that when a person marks an item, he virtually implies "I 
am a person who He concluded that the probabil¬ 
ity that a descriptive concept is an aspect of self is di¬ 
rectly related to the amount of agreement between the rat¬ 
ings of self and the descriptive concept.^ 
Elias conducted a study in which he investigated 
the relationship between examinee responses on True-False 
type inventories and certain personality characteristics. 
He hypothesized that (1) insecure testees should answer yes 
(i.e., complain of illness) in larger percentages than se¬ 
cure individuals. This hypothesis assumes that, since the 
individual is a biosocial whole, "psychological" inadequa¬ 
cies will be reflected in complaints of physical illness; 
(2) a larger percentage of insecure than of secure testees 
should select "?" answers. This hypothesis is supported 
partly by findings of other investigators that the tendency 
to select the "?" answer to such questions is a consistent 
personality characteristic and by clinical evidence which 
"''James E. Madden, "Semantic Differential Rating of 
Self and of Self-Reported Personal Characteristics," 
Journal of Consulting Psychology, XX,No. 2 (1961), 183-187. 
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considers disproportionate uncertainty a strong indicator 
of personal insecurity; and (3) the more unstructured in 
content and wording an item is, the greater the tendency of 
the insecure to exceed the percentage of secure testees who 
complain of illness. An unstructured question permits 
greater leeway for personality projections; therefore it 
should reflect personality tendencies more sensitively than 
more structured items.^ 
All hypotheses were confirmed. The findings indi¬ 
cated that even when answering a simple question regarding 
his health, an individual projects feelings of security or 
insecurity. Moreover, they show that personality projec¬ 
tions in such instances are in a predictable fashion, and 
that much can be gained by constructing paper and pencil 
techniques that utilize holistic theoretical considerations.^ 
Laxer conducted a study of the relationship between 
self-rating, mood, and blame in which he used psychiatric 
patients and normal individuals as subjects. The study 
showed that those normal and abnormal subjects who tend to 
"''Gabriel Elias, "Self-Evaluative Questionnaires as 
Projective Measures of Personality," Journal of Consulting 
Psychology, XV (1951), 496-500. 
2Ibid. 
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blame themselves for their failures show lower real self- 
ratings than those who blame others. Similarly, normals 
and abnormals in unhappy moods show lower self-rating than 
those in high moods.^ 
The most interesting result was the interaction 
effect of mood level and blame assignment on real self¬ 
rating in psychiatric patients. The interaction appears to 
be such that patients in very low moods show very low self¬ 
rating only if they blame themselves for their failures; 
those who tend to blame others do not show such a devaluat¬ 
ed self concept. Thus, direction of blame either increases 
or eliminates the effect of low mood on self-rating. On 
the other hand, differences in self-rating between extra- 
punitive and intropunitive patients showed up only in the 
lower mood levels. In high mood levels, both groups approx¬ 
imated the same degree of high self-rating, so that even 
those who usually tend to blame themselves show high self- 
9 
ratings when they are in a happy mood. 
With normals, although the relations between mood 
^■Robert M. Laxer, "Relation of Real Self-Rating to 
Mood and Blame and Their Interaction," Journal of Consult¬ 
ing Psychology, XXVIII, No. 6 (1964), 538-546. 
2Ibid. 
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level and direction of blame assignment to real self-rating 
were similar to those for patients, the results on the in¬ 
teraction hypothesis were equivocal. There was an interac¬ 
tion effect between mood and blame on a potency factor but 
none on an evaluative factor. These results do not establish 
a cause and effect relationship between the four variables 
of mood, blame, depression, and real self-rating. They do, 
however, show correlation between them.*'- 
In a study by Murstien was found Thurstone's state¬ 
ment that the best form of projective test is one which is 
quite unstructured for the subject but fairly well-struc¬ 
tured for the examiner. Using Thurstone's words as a model, 
Bass attempted to construct a new projective technique in 
which administration and scoring are completely objective. 
The subject is presented with a booklet of 100 proverbs 
which he answers by checking the Yes, ?, or No box for each 
proverb. From his answers, four slightly correlated scales 
have been devised. These are Social Acquiescence, Fear of 
Failure, Conventional Mores, and Hostility. To study the 
personality correlates of the Famous Sayings Test (FST), 
scores on it were compared to a personality questionnaire 
1Ibid. 
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adaptation of the Butler-Haigh SIO Q sort instrument. 
The hypothesis for this study was that there is no 
significant correlation between the scales of the FST and 
the Self-Adjustment, Ideal-Self-Adjustment, and Self-Ideal- 
Self-Adjustment Discrepancy scales of the SIO Q sort. Of 
15 correlations bearing on the hypothesis, only the correla 
tion between Social Acquiescence and Self-Ideal-Self-Adjust 
ment Discrepancy proved to be statistically significant. 
The results lend support to the interpretation of Social 
Acquiescence as more than an interfering set. Social ac¬ 
quiescence may be a superficial phenotype reflecting con¬ 
siderable underlying anxiety which manifests itself by an 
inordinate need to win acceptance by others through exces- 
2 
sive conformity. 
Efforts to measure or estimate the self concept 
with self-report instruments - Commenting upon attempts to 
measure or estimate the self concept through the use of 
psychological instruments, Piers and Harris state: 
So far, no one instrument has been developed that 
is suitable, and the various instruments that have been 
■^Bernard I. Murstein, "The Relations of the Famous 
Sayings Test to Self- and Ideal-Self-Adjustment," Journal 
of Consulting Psychology, XXV (1961), 368-373. 
2Ibid. 
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used are not comparable. Critiques of self concept 
methodology...invariably refer not only to the lack of 
equivalence of measures but also to the lack of stand¬ 
ardization and validation of the instruments.1 
They consider their study the first step in a sys¬ 
tematic effort to: (1) develop and standardize a general 
self concept instrument which can be used with children over 
a wide age range, and (2) to determine the correlates of 
self concept in children. 
A pool of items was developed from a collection of 
children's statements about what they liked and disliked 
about themselves. The items were written as simple declara¬ 
tive statements; half of them negative in content to reduce 
the effects of acquiescence. The items were administered 
to a sample of children from the third, fourth, and sixth 
grades to determine the necessary revisions or deletions 
and the general appropriateness of the instrument. Follow¬ 
ing the initial administration, the instrument was adminis¬ 
tered to four groups each of third, sixth, and tenth grade 
classes to determine its reliability and to develop scoring 
procedures. As a preliminary approach to scoring, statements 
■'"Ellen Piers and Dale Harris, "Age and Other Cor¬ 
relates of Self-Concept in Children," Journal of Education¬ 
al Psychology. LV, No. 2 (April, 1964), 91-95. 
2Ibid. 
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were classified by three judges as reflecting adequate 
(high) or inadequate (low) self concept. 
The homogeneity of the scale was determined by the 
Kuder-Richardson Formula 21 and confirmed by the applica¬ 
tion of the Spearman-Brown Odd-Even Formula to half of the 
sixth and tenth grade groups. The scale was validated by 
administering it to adolescent, institutionalized, retarded 
females and finding the difference between their mean and 
those for the public school groups. The mean was signifi¬ 
cantly below any of the public school groups and indicated 
that the scale does reflect the hypothesized lower self 
concept or at least the level of self-report.'*' 
Phillips conducted a study in which he attempted to 
determine whether self-other attitudes bear a similar re¬ 
lationship to each other when studied in a non-clinical set¬ 
ting via a questionnaire technique as they do in the more 
qualitative observational setting of the clinic. His hypo¬ 
theses were: (1) that self-other attitudes are a facet of 
personality structure, (2) that such attitudes can be elic¬ 
ited directly via a question-and-answer technique, and (3) 
that such attitudes are related to each other to a 
1Ibid. 
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statistically reliable extent in all sections of the popula¬ 
tion that can respond to the questionnaire medium.^ 
Descriptions of self-others attitudes were convert¬ 
ed into simple statements to form a questionnaire of 50 
items with half of them referring to self-attitudes and half 
referring to attitudes toward others. The subjects took 
the questionnaire anonymously and each subject's total score 
for the two series of items was computed separately. 
The questionnaire was first administered to a group 
of college students enrolled in a general psychology course. 
Its second administration was to another general psychology 
class. Its third administration was to two high school 
groups from a middle class, surburban high school. One 
group was made up of sophomore students and the other of 
seniors. The correlation between attitudes toward self and 
attitudes toward others was determined by the Pearson pro¬ 
duct-moment method. Correlation coefficients in the middle 
70's, the lower 50's, the upper 60's, and the lower 50's 
2 
were found for the respective groups. 
^E. Lakin Phillips, "Attitudes Toward Self and 
Others: A Brief Questionnaire," Journal of Consulting Psy¬ 
chology, XV (1951), 79-81. 
2Ibid. 
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From these results, it is obvious that Phillips' 
hypothesis that self-other attitudes can be elicited di¬ 
rectly by a question-and-answer technique was confirmed. 
Shaw reports a study in which he and others attempt¬ 
ed to obtain a picture of how the underachiever perceives 
himself as compared with the achiever's perception of him¬ 
self. For the study, the Sarbin Adjective Checklist was 
chosen as a measure of self concept. The checklist con¬ 
sists of a number of adjectives and requires the respondent 
to check those that he feels are characteristic of him. 
Differences in self concept were determined by chi square 
tests on each adjective between the achiever and under¬ 
achiever groups.^ 
The findings of Shaw's study are many; the most sig¬ 
nificant of which, for our purposes, is that "differences 
in self concept do exist between achievers and under¬ 
achievers. This statement is indicative of partial suc¬ 
cess at least in attempting to estimate self concept by the 
use of a self-rating instrument. 
^Merville C. Shaw, Kenneth Edson, and Hugh M. Bell, 
"The Self-Concept of Bright Underachieving High School Stu¬ 
dents as Revealed by an Adjective Checklist," Personnel and 
Guidance Journal, XXXIX, No. 3 (November, 1960), 193-196. 
^Ibid.. p. 195. 
CHAPTER II 
PRESENTATION AND ANALYSIS OF DATA 
Introduction.--This chapter is concerned with ex¬ 
plaining and describing the procedures involved in collect¬ 
ing and analyzing data and the preparation of a scale for 
measuring the self concept of secondary school age youth. 
It begins with an account of the development of the scale. 
The account includes the derivation of adjectives from 
which scale items were developed, the development of items, 
the determination of the structural form for the prelimina¬ 
ry scale, the administration of the preliminary scale, a 
description of the sample to which the scale was adminis¬ 
tered, the results of the administration, and the subsequent 
deletion and revision of items. The results of the adminis¬ 
tration are presented in tabular form in Table 1. Items 
that were revised are given in Figure 1. 
Next, the chapter is concerned with the validation 
and scoring of the revised scale. It includes the selection 
of the type of validity with which the validation process 
was to be concerned, the selection of a panel to determine 
the validity, and the panel's decision in regard to the 
30 
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validity of the scale. 
The account of the scoring of the revised scale con¬ 
tains a description of the assignment of numerical values 
to scale points, the determination of the total score, and 
the interpretation of total score. 
The final part of the chapter is concerned with the 
establishment of norms. 
Construction of the preliminary scale.--As a means 
of constructing a preliminary scale, a number of similar 
scales were examined and studied. From these, a partial 
list of adjectives was compiled. Additional adjectives were 
taken from lectures, discussions, textbooks, and other edu¬ 
cational literature. 
The list consisted of adjectives that a person would 
perhaps use to describe various aspects of his being. It 
included adjectives that describe the physical, mental, so¬ 
cial, emotional, and aspirational aspects of an individualrs 
being. 
Examination of the list showed it to be composed of 
adjectives which represented only the positive or good as¬ 
pect of the particular trait or behavior. As a means of in¬ 
creasing trait coverage, the semantic opposite of each ad¬ 
jective was found and paired with it. Thus, trait coverage 
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was extended from the negative, or bad, aspect of the trait 
to the positive, or good, aspect of it; negative, or bad, 
being generally defined as socially unapproved and positive, 
or good, as socially approved. 
The format for the scale was based on that of a 
similar scale developed by Lillian Cady as part of a study 
at Washington State UniversityThe format for the pre¬ 
liminary scale consisted of adjective pairs placed at op¬ 
posite ends of a seven point scale. The points along the 
scale were considered to represent the degree to which an 
individual feels characterized by a particular trait. Spaced 
equidistant along the scale, the points were labeled "Very," 
"Quite," "Slightly," "Neutral," "Slightly," "Quite," and 
"Very," respectively. The center, "Neutral," point of the 
scale was defined as average or normal. 
While the list of adjective pairs included adjec¬ 
tives descriptive of the physical, mental, social, emotion¬ 
al, and aspirational aspects of human entity, no attempt was 
made in the preliminary scale to group items into factors 
by these names. Instead, closely related items were spread 
■'■Lillian Cady, "An Analysis of Relatedness Needs, 
Relatedness Imagery, and Sociometric Factors Associated 
With School Dropouts [sic]" (unpublished Ph.D. dissertation, 
Washington State University, 1964). 
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randomly throughout the scale. However, to discourage 
checking the first four or five items in the scale and then 
following the same pattern throughout the remaining items, 
the positive end and the negative end of consecutive scales 
were alternated. 
Administration of the preliminary scale.--When com¬ 
pleted, the preliminary scale consisted of seventy-four 
items. It was then administered to an incidental sample of 
150 students in three Mississippi public high schools. The 
subjects comprising the sample were full-time ninth, tenth, 
eleventh, and twelfth grade students in Negro schools. In¬ 
cluded in the sample were nineteen ninth, twenty-one tenth, 
four eleventh, and six twelfth grade students at Montgomery 
High School of Louise; eight ninth, eight tenth, nine 
eleventh, and twenty-five twelfth grade students at Sumner 
Hill High School of Clinton; and seven ninth, eighteen tenth, 
eleven eleventh, and fourteen twelfth grade students at Rosa 
Temple High School of Vicksburg. 
The administration was the basis for deletion and 
revision of items and structural changes in the scale. The 
deletion of items was predicated upon the sample's response 
to each item. As explained above, each item consisted of a 
scale with a positive end and a negative end, hence, with 
TABLE 1 
PERCENTAGE OF SAMPLE RESPONDING TO EACH 
ITEM IN THE PRELIMINARY SCALE 
N = 150 
V Q S N S Q V 
confident 37.3 37.3 7.3 9.3 4.7 4.0 unconfident 
unpopular 5.3 4.0 10.0 14.7 18.0 26.7 21.3 popular 
sympathetic 38.6 24.0 16.7 17.3 0.7 2.0 0.7 unsympatheti 
silly- 0.7 2.0 39.3 23.3 20.0 14.7 funny* 
independent 24.6 18.7 8.7 16.0 8.0 8.0 16.0 dependent 
stingy 3.3 4.0 6.0 15.3 8.0 26.7 36.7 sharing 
encouraged 32.7 25.3 19.3 20.6 0.7 0.7 0.7 discouraged* 
righteous 31.3 30.7 8.7 14.7 5.3 5.3 4.0 sinful 
miserable 4.0 8.7 12.6 14.7 8.0 22.7 29.3 comfortable 
bold 11.3 16.7 13.3 17.3 19.3 13.3 8.7 timid 
unhealthy 6.0 6.0 8.0 9.3 8.0 23.3 39.3 healthy 
repulsive 4.7 4.7 6.7 17.3 18.0 24.0 24.6 charming 
TABLE 1 - Continued 
V 5 S N 
famous 12.0 10.7 26.0 37 
selfish 4.7 -- 4.7 9 
successful 22.0 36.0 19.3 12 
unhelpful 0.7 0.7 1.3 8 
leader 17.3 21.3 17.3 20 
admirable 26.7 26.0 18.0 16 
guilty- 6.7 4.7 10.7 17 
cruel 1.3 — 1.3 2 
agreeable 30.0 28.0 14.7 14 
secure 22.0 34.6 16.7 16 
satisfied 22.7 28.0 21.3 10 
impolite 2.0 3.3 6.0 10 
trivial 6.0 5.3 7.3 29 
obvious 13.3 20.7 16.0 34 
lonely 10.7 7.3 8.0 14 
S Q V 
5.3 4.0 4.7 unfamous 
12.7 30.0 38.6 generous 
4.0 2.7 4.0 unsuccessful 
14.0 25.3 49.3 helpful* 
7.3 8.7 8.0 follower 
3.3 5.3 4.0 disliked 
9.3 23.3 28.0 innocent 
15.3 29.3 50.0 kind* 
6.0 3.3 4.0 disagreeable 
6.0 -- 4.7 insecure 
6.0 7.3 4.7 dissatisfied 
3.3 27.3 48.0 polite 
16.0 22.7 13.3 prominent 
8.0 3.3 4.0 obscure 
















TABLE 1 - Continued 
V 5 S 
skilled 18.0 29.3 23.3 
changing 26.0 24.7 16.0 
amusing 19.3 29.3 20.7 
disloyal 2.7 2.7 4.7 
thoughtful 32.6 34.0 18.7 
Important 29.3 23.3 20.0 
inferior 4.7 4.0 7.3 
social 30.0 30.7 19.3 
indifferent 4.0 6.0 4.7 
graceful 32.0 29.3 20.7 
affectionate 30.6 23.3 12.7 
false 2.7 2.7 4.7 
calm 23.3 20.7 18.0 
able 32.7 37.3 20.7 
sloppy -- __ 2.0 
praising 14.0 25.3 16.7 
S Q V 
.7 4.0 8.0 6.7 unskilled 
.3 6.7 10.0 5.3 stable 
.0 4.7 4.0 4.0 boring 
.6 11.3 30.0 40.0 loyal 
.3 0.7 0.7 inconsiderate* 
.3 4.0 2.7 3.3 unimportant 
.3 16.0 17.3 9.3 superior 
.7 1.3 0.7 1.3 antisocial* 
.7 9.3 28.0 31.3 eager 
.3 5.3 2.7 2.7 awkward 
.3 4.7 3.3 4.0 cold 
. 6 12.0 31.3 28.0 genuine 
.3 9.3 5.3 6.0 worried 
.0 0.7 1.3 1.3 unable* 
.0 23.3 32.7 34.0 neat* 


















TABLE 1 - Continued 
V 5 S N S Q V 
good 38.6 28.7 16.7 15.3 0.7 -- — bad* 
alike 12.7 19.3 13.3 25.3 10.0 11.3 8.0 different 
pleasant 36.0 39.3 10.7 12.6 0.7 0.7 -- unpleasant* 
gloomy- 2.7 2.7 3.3 10.7 12.0 28.0 40.6 cheerful 
rude — -- 1.3 4.7 14.7 32.7 46.6 nice* 
reliable 41.3 28.0 19.3 8.7 0.7 1.3 0.7 unreliable* 
organized 26.0 27.3 14.7 16.7 6.0 5.3 4.0 disorganized 
unattentive 3.3 2.7 7.3 13.3 13.3 31.3 28.7 attentive 
loved 44.7 26.7 17.3 10.0 1.3 — hated* 
pitied 10.7 10.0 8.7 27.3 10.7 11.3 21.3 unpitied 
helped 27.3 40.0 16.0 13.3 2.7 -- 0.7 hindered* 
■weak -- 4.7 10.0 12.7 16.0 26.6 30.0 strong 
revengeful 5.3 5.3 5.3 8.7 10.7 31.3 33.3 forgiving 
rigid 4.7 7.3 5.3 26.7 11.3 26.0 18.7 flexible 
ugly -- 0.7 20.7 22.0 29.3 27.3 attractive* 
passionate 23.3 28.7 19.3 26.7 1.3 0.7 unpassionate* 
TABLE 1 - Continued 
V 5 S N 
quiet 11.3 18.0 26.0 16. 
short 8.0 8.0 16.7 32. 
fat 2.0 6.7 12.0 36. 
unfaithful 0.7 -- 2.0 8. 
spiritual 22.0 32.0 15.3 14. 
foolish 1.3 1.3 1.3 14. 
purposeless 3.3 3.3 6.7 27. 
careful 32.0 34.6 14.0 16. 
impatient 8.7 3.3 9.3 14. 
competent 14.0 36.0 16.7 20. 
intellectual 25.3 31.3 23.3 18. 
efficient 17.3 34.7 24.0 20 . 
ambitious 42.0 24.0 10.7 12. 
above average 5.3 18.0 21.3 43. 
illogical 2.7 2.7 4.0 18. 
S 5 V 
15.3 5.3 8.0 noisy 
14.6 12.7 8.0 tall 
19.3 14.0 9.3 thin 
12.0 37.3 40.0 faithful* 
5.3 4.7 6.0 lustful 
12.0 37.3 32.7 sensible* 
20.0 25.3 14.0 purposeful 
2.7 0.7 -- reckless* 
14.0 27.3 22.7 patient 
3.3 5.3 4.0 incompetent 
— 0.7 0.7 non-intellectual* 
3.3 0.7 -- inefficient* 
5.3 2.0 3.3 lazy 
7.3 2.0 2.7 below average 


















reference to its center, a positive direction and a nega¬ 
tive direction. Items to which less than five per cent of 
the sample responsed in either of these directions were de¬ 
leted. The deletion process involved computing the propor¬ 
tion of the sample responding to each point along the scale. 
These proportions are given in Table 1 and are expressed in 
percentages to the nearest tenth per cent. 
Results of the administration of the preliminary 
scale.--In Table 1, the items that were deleted are marked 
with asterisks. Among the items deleted were: sympathetic- 
unsympathetic, silly-funny, encouraged-discouraged, unhelp¬ 
ful-helpful, cruel-kind, thoughtful-inconsiderate, social- 
antisocial, able-unable, sloppy-neat, good-bad, pleasant- 
unpleasant, rude-nice, reliable-unreliable, loved-hated, 
helped-hindered, ugly-attractive, passionate-unpassionate, 
unfaithful-faithful, foolish-sensible, careful-reckless, 
intellectual-nonintellectual, and efficient-inefficient. 
The revision of items was determined in part by the 
questions asked by the subjects during the administration. 
Those items for which subjects sought definition, explana¬ 
tion, and clarification were revised. The revision consist¬ 
ed, for the most part, in substituting a synonymous adjec¬ 
tive for the adjective questioned. In cases where both 
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adjectives were questioned, both were substituted. Figure 1 
gives the items that were revised. No structural changes 












Figure 1.--Items in the 












Following the deletion and revision of items, the 
scale was reconstituted. It consisted of fifty-two of the 
original seventy-four items. Five of these pertained to 
physical attributes which are observable by the examiner 
and are to be considered by him as a possible means of check¬ 
ing the sincerity and truth of the respondent's answers. 
They were considered attributes for which empirical evidence 
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must be obtained so as to avoid lowering the individual's 
score in the event of a negative response. The items in¬ 
cluded: short-tall, fat-thin, weak-strong, healthy-unhealthy, 
and graceful-awkward. 
Validation of the scale.—While the revision and de¬ 
letion of items were still in process, the validation phase 
of the study was initiated. Upon the advice and counsel of 
fellow members of a research seminar, it was decided that 
content validity was the appropriate type of validity for 
the study. As a means of determining content validity, a 
panel of psychologists, counselor educators, counselors, and 
other guidance personnel was selected. Each panelist was to 
be sent a copy of the preliminary scale, asked to examine it, 
and to indicate his judgment of its content validity. Also, 
each panelist was to be asked for suggestions regarding re¬ 
vision or deletion of items and structural changes or other 
means of improving the overall quality and validity of the 
scale. 
It was advisedly decided that three or four panel¬ 
ists' judgment of the scale would be adequate. However, to 
be somewhat assured of this minimal response, twelve panel¬ 
ists were chosen and contacted. Five responded. Their re¬ 
sponse indicated, unanimously, that the scale was valid. 
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Two of the panelists suggested that the pairing of adjec¬ 
tives in certain items be checked. The suggestions were 
immediately executed. 
Scoring the scale.--A preliminary step to scoring 
the scale involved assigning a numerical value to each of 
the seven points on each scale. It was decided to assign 
the neutral point a value of zero and the corresponding 
points on each side reciprocal values. These values were 
assigned in multiples of 1, extending outward from the neu¬ 
tral point. Thus, the numerical values assigned to the scale 
points were: "Very," +3; "Quite," +2; "Slightly," +1; "Neu¬ 
tral," 0; "Slightly," -1; "Quite," -2; and "Very," -3, pro¬ 
ceeding from the positive end of the scale to the negative end. 
Scoring the scale consisted of giving the individual 
no points for a "Neutral" response; one point for a"Slightly" 
response on the positive end of the scale; two points for a 
"Quite" response on the positive end of the scale; and three 
points for a "Very" response on the positive end of the 
scale. A minus one (-1) point was given for a "Slightly" 
response on the negative end of the scale; a minus two (-2) 
points for a "Quite" response on the negative end of the 
scale; and a minus three (-3) points for a "Very" response 
on the negative end of the scale. The algebraic sum of 
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these points constituted the individual's total score. 
An illustration of the scoring procedure is given 
in the following example. A student responded to the first 
six items of the scale in the following manner: "Quite" on 
the "confident" end of the "confident-unconfident" scale; 
"Slightly" on the "unpopular" end of the "unpopular-popular" 
scale; "Very" on the "independent" end of the "independent- 
dependent" scale; "Slightly" on the "stingy" end of the 
"stingy-sharing" scale; "Very" on the "righteous" end of 
the "righteous-sinful" scale; and "Quite" on the "comfort¬ 
able" end of the "miserable-comfortable" scale. His score 
is two (2) points for the first item; a minus one (-1) point 
for the second item; three (3) points for the third item; a 
minus one (-1) point for the fourth item; three (3) points 
for the fifth item; and two (2) points for the sixth item. 
His total score for the six items is the algebraic sum of 
these points, or eight. 
Score categories were established to provide a basis 
for interpreting the total score. These score categories 
were based on the assumption of a fairly normal distribution 
of scores. Five categories were established with the stand¬ 
ard deviation as the unit for their delineation. 
The first score category extends from three standard 
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deviations below the mean to two standard deviations below 
the mean. The second score category ranges from two stand¬ 
ard deviations below the mean to one standard deviation be¬ 
low the mean. The third score category extends from one 
standard deviation below the mean to one standard deviation 
above the mean. The fourth score category extends from one 
standard deviation above the mean to two standard deviations 
above the mean. The fifth score category extends from two 
standard deviations above the mean to three standard devia¬ 
tions above the mean. 
These categories were named to coincide with the in¬ 
terpretation of the scores falling within their respective 
ranges. The first score category is located at the lower 
end of the score distribution and includes the lowest scores 
in the distribution. Thus, it is labeled "Decidedly Nega¬ 
tive," indicative of a decidedly negative self concept. 
The second score category is situated one unit above 
the first score category in the score distribution. It con¬ 
tains scores a shade higher than those in the first category. 
The second score category is labeled "Moderately Negative," 
to denote a moderately negative self concept. 
The third score category is the largest and most in¬ 
clusive. It is located in the middle of the score distribution 
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and contains scores from one to two shades higher than those 
in the score category below. Labeled "Essentially Positive," 
this score category is indicative of an essentially positive 
self concept. 
The fourth score category is situated a unit higher 
in the score distribution. It contains scores that are a 
bit higher than those in its predecessor. The fourth score 
category is labeled "Moderately Positive," to indicate a 
moderately positive self concept. 
The fifth and final score category is situated at 
the upper end of the score distribution. It contains the 
highest scores in the distribution. This score category is 
labeled "Decidedly Positive," to connote a decidedly posi¬ 
tive self concept. 
Interpretation of scoresInterpretation of the 
total score is based on and limited to the distribution of 
scores of which it is a part. This condition is seen as a 
somewhat temporary one that will be removed by the accumula¬ 
tion of additional data. At present, the interpretation of 
the total score is in terms of the scores from a given ad¬ 
ministration of the scale. 
The interpretation evolves out of the process of 
preparing a frequency distribution and computing the mean 
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median, mode, and standard deviation. The standard devia¬ 
tion is then employed to find the upper and lower limits of 
each of the score categories described in the preceding 
section. The lower limit of the first category is found by 
subtracting three standard deviations from the mean. The 
upper limit of the first score category is found by sub¬ 
tracting two standard deviations from the mean. The upper 
limit of the first score category is also the lower limit 
of the second score category. The upper limit of the second 
score category (which is also the lower limit of the third 
score category) is found by subtracting one standard devia¬ 
tion from the mean. The upper limit of the third score 
category (and the lower limit of the fourth score category) 
is found by adding one standard deviation to the mean. The 
upper limit of the fourth score category (and the lower 
limit of the fifth score category) is found by adding two 
standard deviations to the mean. The upper limit of the 
fifth score category is found by adding three standard de¬ 
viations to the mean. 
Following the establishment of upper and lower limits 
for each score category, each total score in the distribu¬ 
tion is placed in the appropriate score category. The total 
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score's interpretation is cued by the name, or label, of 
the score category into which it is placed. For illustra¬ 
tive purposes, the example given above is extended. Assume 
that the student continues to respond to the scale in the 
manner which he began and obtains a total score of sixty- 
four. Further, assume that the score distribution, of which 
his is a part, is fairly normal and has a mean of fifty-six 
and a standard deviation of seven. His total score of sixty- 
four exceeds the mean and therefore falls in either the 
third, fourth, or fifth score category. The upper limit of 
the third score category is one standard deviation (7) added 
to the mean (56) or sixty-three. His score exceeds that 
amount by one point and thus falls in the fourth score cat¬ 
egory. The fourth score category is labeled "Moderately 
Positive" and denotes a moderately positive self concept. 
Thus, the student's self concept is moderately positive. 
The interpretation of the total score is based on 
the assumption that the majority of the scores in a distri¬ 
bution will be numerically positive. Interpretation of the 
scores from a predominantly negative distribution is a mat¬ 
ter for further research and study. 
Norming the scale.--As the initial step in the norm- 
ing process, the revised scale was administered to 469 high 
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school students in the closing days of the 1966-67 school 
year. The students comprising the sample were regularly 
enrolled in Carter High School of Brandon, Mississippi and 
Harris High School of Brookhaven, Mississippi. The Carter 
High School group included ninety-three ninth, one-hundred 
tenth, seventy-one eleventh, and fifty-nine twelfth grade 
students. The Harris High School group consisted of nine¬ 
teen ninth, sixteen tenth, fifty-eight eleventh, and fifty- 
three twelfth grade students. 
Both boys and girls were included in the sample. 
The ninth grade portion of the sample included fifty-two 
boys and sixty girls. The tenth grade group was composed 
of fifty-one boys and sixty-five girls. The eleventh grade 
group was made up of forty-eight boys and eighty-one girls. 
The twelfth grade group was composed of forty-five boys and 
sixty-seven girls. Thus, the sample included 196 boys and 
273 girls as shown in Table 2. 
The age range for the ninth grade group was thirteen 
to seventeen years with a mean age of 14.7 years. The age 
range for the tenth grade group was fifteen to eighteen 
years with a mean age of 15.9 years. For the eleventh grade 
group, the age range was fifteen to twenty-one years and the 
mean age was 16.9 years. The age range for the twelfth 
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TABLE 2 
COMPOSITION OF THE NOEMING SAMPLE 
N = 469 
13 14 15 16 17 18 19 20 21 Total 
9th Grade 
Boys 17 27 8 52 
Girls 1 29 22 6 2 60 
Total 1 46 49 14 2 112 
10th Grade 
Boys 17 20 10 4 51 
Girls 25 28 10 2 65 
Total 42 48 20 6 116 
11th Grade 
Boys 1 14 22 7 1 2 1 48 
Girls 1 32 31 15 2 81 
Total 2 46 53 22 3 2 1 129 
12th Grade 
Boys 19 21 3 2 45 
Girls 27 32 7 1 67 
Total 46 53 10 3 112 
Total Sample 
Boys 17 45 42 51 32 4 4 1 196 
Girls 1 29 48 66 70 49 9 1 273 
Total 1 46 93 108 121 81 13 5 1 469 
grade group was seventeen to twenty years and the mean age 
was 17.7 years. These data are presented in Table 3. 
The scores from this administration were arrayed accord¬ 
ing to age, sex, and grade. Six or more scores in the same 
age, sex, or grade group constituted an array. Thirty-six 
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arrays were prepared to coincide with, the groups in Table 2. 
TABLE 3 
MEAN AGE OF THE NOEMING SAMPLE 
N = 469 
Grade Boys Girls Total 
9 th 14.8 14.7 14.7 
10th 16.0 15.8 15.9 
11th 17.1 16.8 16.9 
12th 17.7 17.7 17.7 
Total Sample 16.4 16.3 16.3 
Statistical treatment of the scores in each of these 
arrays consisted of the computation of the Inclusive Range, 
the Mode, the Median, the Mean, the Standard Deviation, and 
the per cent of scores falling within each of the score cat¬ 
egories described above. The mean, standard deviation, and 
per cent of scores falling within each score category are 
given in Table 4. 
These data show that ninth grade boys scored higher 
than boys in the other groups. Ninth grade boys age fourteen 
scored higher than fifteen and sixteen year old ninth grade 
boys. Eleventh grade boys scored lower than boys in other 
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TABLE 4 
PER CENT OF NORM GROUP SCORES FALLING 
WITHIN EACH SCORE CATEGORY 
N M SD i—i 
o
 
CO sc2 sc3 sc4 sc5 
9th Grade 
Boys : 
Age 14 17 74.0 20.7 0 23.5 58.8 17.6 0 
Age 15 27 63.5 27.0 3.7 22.2 59.3 14.8 0 
Age 16 8 59.9 27.0 12.5 12.5 50.0 25.0 0 
Age 14 - 16 52 65.4 27.6 3.8 15.4 65.4 15.4 0 
Girls : 
Age 14 29 78.0 21.7 6.9 13.8 62.1 17.2 0 
Age 15 22 71.0 25.0 4.5 13.6 72.7 9.1 0 
Age 16 6 55.0 22.2 0 16.7 66.6 16.7 0 
Age 14 - 16 57 72.2 24.2 1.8 15.7 59.7 22.8 0 
Total: 
Age 14 46 76.3 21.5 2.2 17.4 63.0 17.4 0 
Age 15 49 68.0 26.5 2.0 18.4 63.3 16.3 0 
Age 16 14 57.8 29.2 7.1 14.3 57.1 21.4 0 
Age 14 - 16 109 69.0 25.9 1.8 15.6 64.2 18.4 0 
10th Grade 
Boys : 
Age 15 17 58.6 30.1 0 17.6 64.7 17.6 0 
Age 16 20 53.8 27.5 0 25.0 50.0 20.0 5.0 
Age 17 10 56.2 27.7 0 20.0 50.0 30.0 0 
Age 15 - 17 47 55.5 28.4 0 21.3 53.5 25.5 0 
Girls : 
Age 15 25 60.0 23.0 4.0 8.0 68.0 16.0 4.0 
Age 16 28 68.0 31.9 3.6 10.7 67.9 17.8 0 
Age 17 10 64.6 17.9 10.0 10.0 70.0 10.0 0 
Age 15 - 17 63 64.5 28.0 3.2 7.9 69.8 19.1 0 
Total: 
Age 15 42 60.0 28.0 4.8 7.1 69.0 16.7 2.4 
Age 16 48 62.0 29.6 2.1 18.7 52.1 27.1 0 
Age 17 20 60.5 24.0 5.0 15.0 60.0 20.0 0 
Age 15 - 17 110 61.1 28.7 1.8 14.5 62.7 20.9 0 
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TABLE 4 - Continued 
N M SD «—1 
o
 
CO SC2 sc3 sc4 sc5 
11th Grade 
Boys : 
Age 16 14 63.0 23.5 7.1 14.3 64.3 14.3 0 
Age 17 22 52.0 29.0 0 31.8 50.0 18.2 0 
Age 18 7 30.3 20.6 0 14.3 71.4 14.3 0 
Age 16 - 18 43 51.7 28.8 0 25.6 58.1 16.3 0 
Girls: 
Age 16 32 72.6 20.9 6.3 6.3 71.8 12.5 3.1 
Age 17 31 65.2 19.2 3.2 12.9 64.5 16.1 3.2 
Age 18 15 51.7 18.7 0 20.0 60.0 20.0 0 
Age 16 - 18 78 75.7 20.8 7.7 21.8 64.1 6.4 0 
Total: 
Age 16 46 69.5 22.0 6.5 8.7 67.4 15.2 2.2 
Age 17 53 68.7 24.7 11.3 11.3 69.8 7.5 0 
Age 18 22 44.5 21.8 0 18.2 63.5 18.2 0 
Age 16 - 18 121 60.4 24.8 3.3 13.2 66.1 16.5 0.8 
12th Grade 
Boys : 
Age 17 19 65.7 23.5 0 15.8 68.4 15.8 0 
Age 18 21 59.0 29.0 4.8 19.0 57.1 19.0 0 
Age 17 - 18 40 61.8 26.2 2.5 22.5 57.5 17.5 0 
Girls: 
Age 17 27 74.5 26.5 0 25.9 55.6 18.5 0 
Age 18 32 61.9 28.0 0 12.5 62.5 25.0 0 
Age 19 7 80.3 20.9 14.3 0 85.7 0 0 
Age 17 - 19 66 69.6 27.9 0 15.2 60.6 24.2 0 
Total : 
Age 17 46 72.5 26.0 0 19.6 56.5 23.9 0 
Age 18 53 60.4 28.3 1.9 13.2 62.3 22.6 0 






446 55.0 27.0 1.1 9.2 58.1 29.6 2.0 
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groups. Among girls, eleventh graders scored highest as a 
grade group. Twelfth grade girls age nineteen scored high¬ 
est among all groups, while eighteen year old eleventh grade 
boys scored lowest. 
The per cent of scores falling within each score 
category is given in Table 4. The percentage of scores in 
the first and fifth score categories ranged from zero to 
fourteen per cent and zero to five per cent, respectively. 
The percentage of scores in the second and fourth score cat¬ 
egories ranged from zero to thirty-two per cent and zero to 
thirty per cent, respectively. The percentage of scores in 
the third score category ranged from fifty to eighty-six per 
cent. 
Despite these variations, the scores assumed a 
fairly normal distribution for the sizes of the various 
groups. Scores for eleventh grade girls age seventeen ap¬ 
pear to approach a Gaussian curve more closely than any 
other group. Scores for twelfth grade girls age nineteen 
appear to deviate from the Gaussian curve more than any 
other group. Although the scores for each group showed var¬ 
iations from the Gaussian curve in their distribution among 
the score categories, no attempt was made to determine the 
best fitting curve for any of them. However, to ascertain 
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whether the score distributions were from distinct homoge¬ 
neous groups, tests of differences between the various means 
were made. 
The differences between the means of various age, 
sex, and grade groups were tested by the use of Fisher's 
"t." The results are given in Tables 5.1 to 5.6. No pat¬ 
tern of significant difference was found between the various 
age groups. Eighteen year old eleventh grade boys differed 
significantly from all boys' age and grade groups except 
seventeen and eighteen year old twelfth graders. Eighteen 
year old eleventh grade girls differed significantly from 
all girls' age and grade groups except sixteen year old 
ninth graders, fifteen and sixteen year old tenth graders, 
and eighteen year old twelfth graders. These data are given 
in Tables 5.1 and 5.2. 
Among boys' grade groups, significant differences 
were found between ninth and eleventh grades only. In the 
girls' grade groups, only tenth and eleventh grades were 
significantly different. These data are given in Tables 
5.3 and 5.4. 
Fifty-six per cent of the sex groups showed signif¬ 
icant differences. Ninth grade boys differed significantly 
from eleventh grade girls. Tenth grade boys differed 
TABLE 5.1 
t TEST OF DIFFERENCE BETWEEN MEANS OF 
BOYS' GRADE AND AGE GROUPS 
Grade/Age 
Groups 9-14 9-15 9-16 10-15 10-16 10-17 11-16 11-17 11-18 12-17 12-18 
9-14 1.481 1.232 1.688 2.475* 1.682 1.322 2.691* 4.425** 1.095 1.808 
9-15 1.481 0.313 0.533 1.178 0.686 0.060 1.394 3.341** 0.287 0.537 
9-16 1.232 0.313 0.103 0.508 0.269 0.256 3.816** 2.230* 0.462 0.074 
10-15 1.688 0.533 0.103 0.489 0.202 0.442 0.671 2.508* 0.760 0.040 
10-16 2.475* 1.178 0.508 0.489 0.215 1.014 0.201 2.238* 1.418 0.575 
10-17 1.682 0.686 0.269 0.202 0.215 0.602 0.375 2.074* 0.882 0.248 
11-16 1.322 0.060 0.256 0.442 1.014 0.602 1.211 3.073** 0.316 0.435 







1 4.425** 3.341** 2.230* 2.508* 2.238* 2.074* 3.073* * 2.886** 1.356 0.660
12-17 1.095 0.287 0.462 0.760 1.418 0.882 0.316 1.631 1.356 0.770 
12-18 1.808 0.537 0.074 0.040 0.575 0.248 0.435 0.769 0.660 0.770 
Note: 9' -14 = 9th Grade, Age 14 *Significant at .05 level **Signifiaant at .01 level 
TABLE 5.2 
t TEST OF DIFFERENCE BETWEEN MEANS OF 
GIRLS' GRADE AND AGE GROUPS 
Grade/ Age 
Groups 9-14 9-15 9-16 10-15 10-16 10-17 11-16 11-17 11-18 12-17 12-18 12-19 
9-14 1.026 1.685 2.88 7** 1.354 1.851 1.000 2.373* 4.067** 0.530 2.635** 0.243 
9-15 1.026 1.416 1.528 0.366 0.790 0.246 0.892 2.608* 0.467 1.230 0.921 
9-16 1.685 1.416 0.455 1.111 0.828 1.660 0.971 0.297 1.741 0.622 1.931 
10-15 2.887** 1.528 0.455 1.039 0.605 2.136* 0.881 1.203 2.071* 0.275 2.051* 
10-16 1.354 0.366 1.111 1.039 0.395 0.648 0.394 2.063* 0.813 0.772 1.171 
10-17 1.851 0.790 0.828 0.605 0.395 1.159 0.087 1.654 1.253 0.346 1.520 
11-16 1.000 0.246 1.660 2.136* 0.648 1.159 1.480 3.426** 0.302 1.726 0.837 
11-17 2.373* 0.892 0.971 0.881 0.394 0.087 1.480 2.213* 1.476 0.541 1.641 
11-18 4.067** 2.608* 0.297 1.203 2.063* 1.654 3.426** 2.213* 3.167** 1.437 2.889** 
12-17 0.530 0.467 1.741 2.071* 0.813 1.253 0.302 1.476 3.167** 1.750 0.580 
12-18 2.635** 1.230 0.622 0.275 0.772 0.346 1.726 0.541 1.437 1.750 1.859 
12-19 0.243 0.921 1.931 2.051* 1.171 1.520 0.837 1.641 2.889** 0.580 1.859 
■^Significant at .05 level ** Significant at .01 level 
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TABLE 5.3 
t TEST OF DIFFERENCE BETWEEN MEANS OF 










14-16 1.739 2.326* 0.631 
10th 
15-17 1.739 0.622 1.063 
11th 
16-18 2.326* 0.622 1.658 
12th 
17-19 0.631 1.063 1.658 
*Significant at .05 level **Significant at .01 level 
TABLE 5.4 
t TEST OF DIFFERENCE BETWEEN MEANS OF 












14-16 1.604 0.873 0.549 
10th 
15-17 1.604 2.621** 1.028 
11th 
16-18 0.873 2.621** 1.454 
12th 
17-19 0.549 1.028 1.454 
*Significant at .05 level **Significant at .01 level 
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TABLE 5.5 
t TEST OF DIFFERENCE BETWEEN MEANS OF 
BOYS' GRADE AND AGE GROUPS AND 












14-16 1.349 3.176** 3.730** 1.963 
10th Girls 
15-17 0.172 1.656 2.424* 0.491 
11th Girls 
16-18 2.275* 4.198** 4.765** 3.110** 
12th Girls 
17-19 0.809 2.597* 3.178** 1.434 
*Significant at .05 level **Significant at . 01 level 
TABLE 5.6 
t TEST OF 
MEANS 
DIFFERENCE BETWEEN 
OF GRADE GROUPS 
Grade Groups 9 th 10th 11th 12th 
9 th 2.889** 2.583* 0.942 
10th 2.889** 0.229 1.178 
11th 2.583* 0.229 1.207 
12th 0.942 1.178 1.207 
*Significant at .05 level **Significant at .01 level 
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significantly from ninth, eleventh, and twelfth grade girls. 
Eleventh grade boys differed significantly from girls in all 
grades. Twelfth grade boys differed significantly from 
eleventh grade girls only. Grade groups showed significant 
differences between ninth and tenth grade and between ninth 
and eleventh grade. Tables 5.5 and 5.6 show these data. 
The results of these tests were used as a basis for 
the establishment of norms. Inasmuch as sex appeared to be 
the more significant factor in score differences, norms by 
sex were warranted. While grade level appeared not to be 
too crucial in score differences, it was included as a norm 
factor. Norms by sex and grade were established. They in¬ 
cluded z scores and percentiles and are given in the 
Appendix. 
CHAPTER III 
SUMMARY AND CONCLUSIONS 
Problem and methodology .--The problem involved in 
the study was the construction, validation, and standardi¬ 
zation of a self concept scale that can be used with high 
school students in grades nine through twelve of public 
high schools. 
The specific objectives of the study were: 
1. To construct an instrument that will be useful 
in the evaluation and classification of high 
school students4 * * 7 attitudes, opinions, and per¬ 
ceptions of themselves. 
2. To develop an instrument that will yield valid 
information about student self perceptions that 
is useful in the assessment of personality. 
3. To devise an instrument that can be used by 
guidance personnel to help students learn more 
about their personality structure. 
4. To enable the writer to gain a more detailed 
knowledge of and an appreciation for the proce¬ 
dures, methods, and techniques involved in the 
production of psychological tests. 
The study was conducted during the 1964-1965 and 
1966-1967 school years. The subjects involved in the study 
were high school students in grades nine through twelve. 
The total number of students involved in the study was 619. 
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The descriptive survey method of research was used 
in the study. 
A self concept scale was developed from items per¬ 
tinent to the estimation of self concept. A preliminary 
scale consisted of seventy-four items. Twenty-two of these 
were deleted on the basis of a less than five per cent sam¬ 
ple response in a given direction. The revised scale con¬ 
sisted of fifty-two items. A description of the procedures 
involved in the preparation, validation, scoring, and norm- 
ing of the scale was given in Chapter II. Copies of the 
preliminary and revised scales are in the Appendix. Norms 
are in the Appendix also. 
Summary of related literature.--There are perhaps 
as many theories about the self as there are authorities in 
the field. These theories are different and yet similar. 
The differences appear to consist mainly in the context in 
which the theories are expounded. On the other hand, sim¬ 
ilarities abound in the component factors of these theories. 
The theories contained in the survey of related literature 
in Chapter I serve as examples. 
Symond's theory holds that the ego is a group of 
processes which are responsible for the development and ex¬ 
ecution of a plan of action to satisfy inner drives. The 
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self is defined as the ways in which the individual reacts 
to himself. The self consists of four aspects: (1) how a 
person perceives himself, (2) what he thinks of himself, 
(3) how he values himself, and (4) how he attempts through 
various actions to enhance or defend himself. There is con¬ 
siderable interaction between the self and the ego. 
Snygg and Combs' theory holds that the Phenomenal 
field, which consists of the totality of experience of which 
the person is aware at the instant of action, is the sole 
determiner of behavior. The most important factor in the 
phenomenal field is the phenomenal self. The phenomenal 
self includes all those parts of the phenomenal field which 
the individual experiences as part or characteristic of 
himself. It is the point of reference for everything he 
does. 
Sherif and Cantril's theory holds the ego as the 
prime factor in the individual's behavior. The ego is de¬ 
fined as a constellation of attitudes of the type "What I 
think of myself, what I value, what is mine, and what I 
identify with." Apart from the constellation of these ego- 
attitudes, there is no such entity as the ego. These ego- 
attitudes energize, direct, and control behavior. 
Sarbin's theory considers the self as a cognitive 
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structure consisting of one's ideas about various aspects 
of his being. One may have many selves, such as a somatic 
self, or a social self. These selves, which are substruc¬ 
tures of the total cognitive structure, are acquired through 
experience. The various selves emerge in a regular develop¬ 
mental sequence, the somatic self first and much later the 
social self. Self and ego are equated as interchangeable 
terms. 
Rogers' theory represents a synthesis of several 
theories. Its principal components are: (1) the organism, 
which is the total individual; (2) the phenomenal field, 
which is the totality of experience; and (3) the self, which 
is a portion of the phenomenal field and consists of a pat¬ 
tern of conscious perceptions and values of the "I" or "Me." 
Among the properties attributed to the self are: (1) it de¬ 
velops out of the organism's interaction with the environ¬ 
ment, (2) it strives for consistency, (3) the organism be¬ 
haves in ways that are consistent with the self, and (4) it 
may change as a result of maturation and learning. 
Rogers considers the self concept as an organized 
configuration of perceptions of the self which are admis- 
sable to awareness. It is composed of such elements as the 
perceptions of one's characteristics and abilities; the 
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percepts and concepts of the self in relation to others and 
to the environment; the values of qualities which are per¬ 
ceived as associated with experiences and objects; and the 
goals and ideals which are perceived as having positive or 
negative valence. 
In regard to theories underlying the use of self- 
report instruments; Elias concluded that much can be gained 
by constructing paper and pencil techniques that utilize 
holistic theoretical considerations. The self-report is 
defined by Combs as a description of self reported to an 
outsider. It represents what the individual says he is. 
What an individual says of himself will be affected by his 
self concept. The self-report is rarely identical to the 
self concept. It does, however, approximate the self con¬ 
cept. How closely the self-report approximates the self 
concept depends upon: (1) the clarity of the individual's 
awareness, (2) the availability of adequate symbols for ex¬ 
pression, (3) the willingness of the individual to cooperate, 
(4) the social expectancy, (5) the individual's feeling of 
personal adequacy, and (6) his feeling of freedom from threat. 
Elias indicates that the self-report technique rests 
on the theory that when a person marks an item, he invari¬ 
ably projects personality characteristics. The more 
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unstructured the item, the greater the leeway for person¬ 
ality projections. 
Laxer contends that a person's self-ratings are af¬ 
fected by his mood and blame assignment. Persons in un¬ 
happy moods show lower self-ratings than those in happy 
moods. Persons who tend to blame themselves for their fail¬ 
ures show lower self ratings. 
Murstein indicates that social acquiescence may be 
a superficial phenotype reflecting considerable underlying 
anxiety which manifests itself by an inordinate need to win 
acceptance by others through excessive conformity. 
A number of researchers have attempted to estimate 
or measure the self concept. Many of them were concerned 
with the self concept as it relates to other personality 
factors. To them, the estimation of the self concept was 
instrumental in the accomplishment of these broader goals. 
Their efforts to estimate the self concept appear to have 
been successful and they were able to carry out their stud¬ 
ies. Adjective checklists, questionnaires, inventories, and 
other types of self-report instruments have been employed 
with at least minimal success in measuring or estimating the 
self concept. 
Findings.--The findings of the study are embodied in 
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the scale resulting from the study. The relevance of the 
scale to the specific objectives of the study is indicated 
below: 
1. The scale constructed in the study permits stu¬ 
dents to evaluate themselves on forty-seven items 
as they feel the terms applicable to themselves 
as persons. In addition to allowing students to 
evaluate themselves as being characterized by 
these terms, the scale lets them indicate the de¬ 
gree to which the terms are applicable to them¬ 
selves . 
2. Adherents to the theory of personality which holds 
that an individual's behavior is determined by his 
perceptions of himself can obtain a quantified 
measure of personality through the use of this 
scale. 
3. The items comprising the scale are semi-structur¬ 
ed and allow the student to give his own interpre¬ 
tation of various aspects of his being, thereby 
projecting personality tendencies which can be 
used by guidance personnel with self theory ori¬ 
entation to help him discover his personality 
characteristics. 
4. The scale developed in this study is indicative 
of the writer's quest for a more detailed know¬ 
ledge of and appreciation for the procedures, 
methods, and techniques involved in the produc¬ 
tion of psychological tests. 
In regard to the norm sample's performance on the 
scale, the following were observed; 
1. Ninth grade boys scored higher on the scale than 
boys in other groups. Ninth grade boys age 
fourteen scored higher than fifteen and sixteen 
year old ninth grade boys. 
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2. Eleventh grade boys scored lower than boys in 
other groups. Eighteen year old eleventh grade 
boys scored lowest of all groups. 
3. Eleventh grade girls scored highest as a grade 
group. Eighteen year old twelfth grade girls 
scored highest among all groups. 
4. In each group, the percentage of scores in each 
category varied from the Gaussian curve propor¬ 
tions. The per cent of scores in each category 
for the sample was: one per cent, nine per cent, 
fifty-eight per cent, thirty per cent, and two 
per cent in categories one through five, respec¬ 
tively. 
5. Approximately ten per cent of the sample had 
negative self concepts. 
6. No pattern of significant difference was found 
between the various groups. Sex was the more 
crucial factor in score differences. 
Conclusions.--The study appears to warrant these 
conclusions : 
1. The general problem involved in the study was re¬ 
solved. A self concept scale that can be used 
with students in grades nine through twelve of 
public high schools was constructed, validated, 
and standardized. 
2. The specific objectives of the study were satis¬ 
fied in that the theories and principles which 
undergirded the development of the scale were 
sound, thereby rendering the scale applicable to 
quantitative determination of the personality 
tendencies of high school students. 
3. Use of the infoimation contained in the response 
to each item in the scale by self theory oriented 
guidance personnel provides a systematic approach 
to the study of individual personality organiza¬ 
tion. 
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4. The writer's guest for a more detailed knowledge 
of and appreciation for the procedures, methods, 
and techniques involved in the production of psy¬ 
chological tests resulted in the construction, 
validation, standardization, and norming of a 
self concept scale. 
Relative to the performance of the norm sample on 
the scale, the writer concluded: 
1. Girls tend to have a more positive conception of 
themselves than do boys. Eleventh grade girls 
have higher evaluations of themselves than all 
other groups sampled. Ninth grade boys rank 
second in self evaluation while eleventh grade 
boys rank lowest. 
2. Of the factors age, sex, and grade level, sex is 
the most crucial factor in self conception. 
Grade level and age have some effect on self con¬ 
ception also. The extent of that effect was not 
defined in this study. 
Implications.--These conclusions hold the following 
implications for guidance personnel and the writer: 
1. The scale developed in the study can be consider¬ 
ed an object of and a tool in further research. 
2. Further research as an effort to determine the 
reliability, predictive and concurrent validities, 
and norms can lead to an eventual scale that will 
contribute greatly to the understanding and in¬ 
terpretation of human behavior. 
Recommendations.--The following recommendations are 
derived from these implications: 
1. Interested guidance personnel secure and use the 
scale as an experimental tool. 
2. Use of the scale as an experimental tool be con¬ 
cerned not only with the study of high school 
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students' personality but with the realization 
of the immediate and long-range objectives given 
in Implication 2 as well. 
3. Scores and other data collected through the use 
of the scale be reported to the writer so that 
they can be included in the effort to reach an 




SELF CONCEPT SCALE 
Preliminary Form 1 
Name Age Sex Grade School 
DIRECTIONS : 
On each of the scales below, place an "X" at the position 
which you think best describes you as you are. This posi¬ 
tion represents the way you think and feel about yourself, 
therefore be as objective and truthful as possible. 
Examples : 
1. I think of myself as quite intelligent; there¬ 
fore on the first scale I have marked the blank 
under Quite on the intelligent end of the scale. 
2. I think that I am slightly timid; therefore on 
the second scale I have marked Slightly on the 
timid end of the scale. 
3. I consider myself very friendly; therefore on 
the third scale I have marked Very on the friend¬ 
ly end of the scale. 
4. I think of myself as neither tall nor short but 
average in height; therefore on the fourth scale 
I have marked Neutral in the middle of the scale. 











Make each scale a separate decision--DON'T MARK THEM 
ALL THE SAME. Be sure not to skip any scales. 
You may now turn the page and begin 
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above average below average 
illogical logical 
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SELF CONCEPT SCALE 
Name Age Sex Grade School 
DIRECTIONS : 
On each of the scales below, place an "X" at the position 
which you think best describes you as you are. This posi¬ 
tion represents the way you think and feel about yourself; 
therefore be as objective and truthful as possible. 
Examples : 
1. I think of myself as quite intelligent; there¬ 
fore on the first scale below I have marked the 
Quite position on the "Intelligent" end of the 
scale. 
2. I think that I am slightly timid; therefore on 
the second scale I have marked the Slightly 
position on the "Timid" end of the scale. 
3. I consider myself very friendly; therefore on 
the third scale I have marked the Very position 
on the "Friendly" end of the scale. 
4. I think of myself as neither tall nor short but 
average in height; therefore on the fourth scale 
I have marked the Neutral position in the middle 
of the scale. 












Make each scale a separate decision--DON'T MARK THEM 
ALL THE SAVE. Be sure not to skip any scales. 
You may now turn the page and begin 
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SELF CONCEPT SCALE 
NORMS 























109 117 109 117 105 112 109 118 109 117 2.33 
105 110 105 107 95 102 103 112 103 108 1.64 
100 104 100 99 88 96 96 107 97 102 1.28 
96 100 93 95 82 90 91 103 91 97 1.04 
92 96 88 92 78 86 87 99 87 93 0.84 
89 91 83 86 76 82 84 96 83 88 0.67 
85 88 71 82 73 79 81 92 79 84 0.52 
82 84 62 78 70 74 77 88 74 80 0.39 
79 81 58 75 66 70 72 83 69 76 0.25 
74 77 54 72 62 68 67 77 64 71 0.13 
















NORMS - Continued 
9th Grade 10th Grade 11th Grade 12th Grade Total Sample z 
Boys Girls Boys Girls Boys Girls Boys Girls Boys Girls Scores 














58 63 43 54 40 58 51 52 47 57 -0.39 
53 61 40 51 35 55 45 48 41 53 -0.52 
45 57 33 45 30 51 39 46 36 49 -0.67 





33 46 24 35 16 45 29 41 25 41 -1.04 
28 37 20 28 13 42 22 35 18 35 -1.28 
11 27 12 16 8 34 11 28 11 26 -1.64 
-7 12 1 “4 2 23 -7 17 -2 12 -2.33 
52 60 51 65 48 81 45 67 196 273 
65.3 72.8 54.4 63.7 52.1 65.9 59.6 69.2 57. S 3 67.0 
69.5 71.2 50.0 67.0 57.5 65.1 60.8 70.5 59. i > 68.1 
27.6 24.6 28.8 28.4 28.0 20.5 28.1 27.8 28.É 5 25.4 
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